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ABSTRACT 
A Study of the Relationship Between Attitudes of Middle 
School Teachers and the Achievement Levels of Their Students, 
by Janette Grimes Harvey. 
A STUDY OF THE RELATIONSHIP BETWEEN ATTITUDES OF 
MIDDLE SCHOOL TEACHERS AND THE ACHIEVEMENT 
LEVELS OF THEIR STUDENTS 
A DISSERTATION 
PRESENTED IN PARTIAL FULFILLMENT OF THE REQUIREMENTS 
FOR THE DEGREE OF DOCTOR OF EDUCATION 
BY 
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Purpose 
This study assesses the attitudes of certain selected 
middle school teachers and investigates the relationship 
between their attitudes and the achievement levels of their 
students. 
The independent variable was the attitudinal score as 
measured by the Minnesota Teacher Attitude Inventory. The 
dependent variable was student achievement scores as measured 
by the California Achievement Test. 
Methods and Procedures 
The instrument was administered to a self selected 
sample of teachers in three middle schools in a large metro¬ 
politan school system. 
Mean achievement scores on the California Achievement 
Tests were matched with teacher attitudinal scores on the 
Minnesota Teacher Attitude Inventory. 
The Pearson R Correlation was used for data analysis. 
Results 
The hypothesis presented in this study was not supported. 
The data indicates that there is no significant relationship 
between teacher attitude as measured by the Minnesota 
Teacher Attitude Inventory and student achievement. 
l 
Conclusion 
The results of this study did not confirm previous 
findings that there was a relationship between the attitudes 
of teachers and the academic achievement of their students 
(Aspy and Hadlock, 1967; Hefele, 1969, Rist, 1971; Firestone 
and Brody, 1975; Aspy and Roebuck, 1977; Smith, 1980). 
The following conclusions were drawn from the study and 
provided the basis for the recommendations: 
1. Perhaps certain factors such as: stress, 
burnout, and low achievement level of 
students caused teachers to have low 
attitudinal scores. 
2. Attitudinal scores seem low as measured 
by MTAI and for the system in general as 
evidenced by the schools involved in this 
study and in an earlier dissertation 
involving schools within the same area 
(Wyatt, 1986). 
3. The data of this study indicated that 
teacher attitudes as measured by the 
Minnesota Teacher Attitude Inventory 
did not have a major influence upon 
student achievement. 
4. This study indicated that older teachers 
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I. INTRODUCTION 
Evolution of the Problem 
Contemporary interest in the accountability concept in 
education is focusing attention on the matter of teacher 
effectiveness and the interrelated issues of student achieve¬ 
ment and quality of instruction. It is felt by this author 
that personal and professional characteristics determine 
and guide teacher behavior, and are therefore systematically 
and causally related to student achievement. 
Teachers do make a difference. Certain teachers 
elicit much more student learning and therefore greater 
achievement than others and their success is tied to con¬ 
sistent differences in teaching behavior (Good, Biddle, and 
Brophy, 1975; Rakow, Airasian and Madaus, 1978). 
It is also important to note as stated by Good (1979) 
that teacher performance stability (as estimated by student 
scores on standardized achievement tests) fluctuates from 
year to year. It may be that for some of these teachers 
subtle context variables (such as the particular students 
assigned to a teacher), or personal circumstances (some years 
one can devote more time to teaching than is possible in 
other years) may moderate the amount of student learning 
that is produced. 
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Good and Grouws (1979) , argue that from their research 
it is illustrated that the type of behaviors demonstrated 
by teachers can make an important difference in student 
learning and these learning gains do not come at the expense 
of student interest in the particular subject, matter. Not 
all authorities agree with this assumption. For example, 
Morsh and Wilder (1954), after reviewing research on teach¬ 
ing effectiveness published between 1900-1952, concluded that 
it is impossible to correlate any single specific, observable 
teacher act with student achievement. Combs (1964) states 
that it is impossible to distinguish between good and poor 
teachers on the basis of any specific teacher behavior. He 
says that the search for objective criteria is a "blind 
alley" and that since good teaching is a highly personal 
matter, it is improbable that we shall ever be able to define 
it in terms of any given trait, method, or competency. 
Conversely, Mitzel (1964) states that most research or 
teacher effectiveness has not looked at classroom behaviors 
of teachers and that there is a need to do so--that there 
is a need to develop educationally meaningful and numerically 
describable dimensions of the behaviors of teachers. He 
notes that in the past too much reliance has been placed on 
such vague descriptions of teacher behavior as "uses unit 
method" or "provides for individual differences" and not 
enough attention given to the specific behaviors of teachers. 
Mitzel also states that there is a real possibility of 
objective teacher measurement due to changes in research 
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within the past few years, and he cites the following factors 
as contributing to the improvement in research on teacher 
competence: (1) a trend toward studying teaching in real 
life classrooms, (2) an assumption that the way the teacher 
behaves in the classroom is what affects his students, and 
(3) a trend toward objective collection and classification 
of data about teacher behavior. 
The problem, then, is to adequately identify and 
describe those characteristic teacher behaviors which tend 
to enhance student achievement. 
It is increasingly apparent that educational research 
must begin to establish relationships between certain 
environmental events to which students are exposed in school 
and consequent behavior of the students. A prerequisite to 
the study of such questions is the specification of differ¬ 
ences in the environmental situations themselves. One major 
category of environmental differences is that of differences 
among teachers. A number of developments have suggested 
meaningful dimensions of teacher difference and have begun 
to spell out in some detail techniques to be used in measur¬ 
ing these difference variables. 
One outcome of the study conducted under the auspices 
of the now defunct U.S. Office of Education (Travers, Waller, 
Reid, and Wodtke, 1961), was the specification of a number 
of dimensions of teacher characteristics based on analyses 
of verbatim classroom verbal behavior, observed classroom 
behavior, expressed attitudes, and responses to projective 
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devices. It was demonstrated that one dimension of classroom 
behavior—extent of controlling behavior—is predicted by 
scores on a questionnaire; the Teacher Preferences Schedule, 
developed by Stern and Masling. 
Flanders (1970) states that teaching behavior, by its 
very nature, exists in a context of social interaction. The 
acts of teaching lead to reciprocal contacts between the 
teacher and the pupils, and the interchange itself is called 
teaching. 
Statement of the Problem 
This study will investigate teacher attitudes as they 
relate to the resulting achievement levels of their students. 
More specifically, each teachers' attitudinal score from the 
Minnesota Teacher Attitude Inventory will be matched with 
the mean achievement score of his or her class as measured 
by the California Achievement Tests. 
A sizeable amount of research has shown that a teacher's 
distribution of behavioral interactions among individual 
students often is associated with students' achievement 
level or the teacher's expectations for students' future 
achievement level (Brophy and Good, 1974; Braun, 1976; 
Good, 1981). This evidence comes not only from studies of 
overall instruction but also from those in specific contexts 
such as reading groups (Allington, 1983; Hiebert, 1983). 
To date, this accumulated research testifies to the great 
complexity of studying networks of relations among the 
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personal attributes, perceptions, and behaviors of teachers 
and students as well as the contextual aspects of schooling 
(Mitman and Snow, 1985). Accordingly, researchers have come 
to identify a great number of variables that may have some 
role in the phenomenon. One such variable set is that of 
individual differences among teachers in terms of the 
processes of their expectation formation and behavior 
distribution among different students. A better understand¬ 
ing of how teachers' individual differences mediate these 
processes is one of many steps necessary for a more complete 
model of the dynamics of teachers' differential perceptions 
and behavior. 
There have been two general approaches to studying how 
teachers' individual differences relate to their differential 
perceptions and behavior. 
The first approach focuses on the kinds of teacher 
personality characteristics that shape the process by which 
teachers filter and integrate information about their 
students. These studies classify teachers according to their 
responses on personality measures and then examine whether 
this classification helps explain differences in teacher's 
perceptions and behavior. The early origins of this work 
are studies of person perceptions (Mayo and Crockett, 1964; 
Steiner and Johnson, 1963; Wiggins, Hoffman and Taber, 1969) 
that specifically demonstrate the importance of individual 
differences among adults in their ability to use relevant 
cues and assimilate diverse information when making judg¬ 
ments about other individuals. 
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Only a few studies have produced a personality classifi¬ 
cation of teachers and examined its direct relation to 
teachers' differential perceptions and behavior. Bab ad., 
Inbar, and Rosenthal (1982), for example, classified student 
teachers as having high or no susceptibility to biasing 
information. They found that relative to no-bias teachers, 
high-bias teachers not only had more stereotyped perceptions 
of high and low-expectancy students, but also behaved 
differently toward these two groups such that low-expectancy 
students received less nondogmatic and friendly behavior more 
criticizing behavior. Tom, Cooper, and McGraw (1984) used 
measures of cognitive complexity and tolerance for ambiguity 
to classify teachers as high or low in authoritarianism. 
They reported that high-authoritarian teachers had lower 
expectations for Asians than for whites relative to low- 
authoritarian teachers. 
A second approach to the issue of teachers' individual 
differences begins with a focus on patterns among teachers 
in their use of differential behavior. Evertson, Brophy, 
and Good (1972) , for example, found that among the nine 
teachers in their sample, three favored students for whom 
they held high academic expectations, three favored students 
for whom they held low expectations, and three did not 
differentiate between students on this basis in the distribu¬ 
tion of their behavior. Studies by Garner and Bing (1973) 
and Bossert (1979) are other examples that highlight the 
variation across teachers in the relation between their 
expectations and their behavior. 
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It is theoretical speculation about the nature of 
individual differences among teachers in their differential 
behaviors, however, that points to a more complete methodol¬ 
ogy for the second approach. Brophy and Good (1974) 
suggested that those individual differences may fall on a 
continuum, defined by three ideal types, referred to as 
proactive, reactive, and over-reactive teacher styles. 
Proactive teachers are those who make the greatest effort to 
distribute beneficial instruction to lower achieving students 
and over-reactive teachers are those who make the least 
effort to help them. Reactive teachers fall in between, 
letting student behavior shape much of their own behavior. 
The authors also speculated on teachers characteristics that 
may predispose teachers to a particular style of expectation- 
mediated behavior. They proposed that teachers who are 
effective instructors should be least likely to exhibit 
over-reactive behavior. A teacher's ability to deal 
constructively with failure, willingness to take personal 
responsibility for students' progress, and beliefs about 
achievement and intelligence tests are among a set of 
attitudinal characteristics the authors suggested may help 
explain a teacher's position on their differential behavior 
continuum. 
Significance of the Study 
The current research was conceived within the theoretical 
framework linking certain process variables found by psycholo¬ 
gists (Carkhuff and Berenson, 1967) to have apparent relevance 
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for all human relationships. Preliminary investigation in 
the educational context (Aspy, 1969; Aspy and Hadlock, 196 6; 
Kratochvil, Carkhuff and Berenson, 1969; Truax and Tatum, 
1966) has indicated that positive behavior exhibits by 
teachers as a result of their positive attitudes elicits 
more student cooperation and therefore better achievement. 
Assumption of the Study 
It is assumed for purposes of this study that attitudes 
as measured by the Minnesota Teacher Attitude Inventory are 
relatively constant and accurate. 
In a review of the research on attitudes (Fisbein, 1967), 
over one hundred different definitions of attitude were 
uncovered. However, there was a clear indication that social 
scientists from a variety of fields agreed that attitude 
could be seen as . .a predisposition to respond in a 
favorable way, to object persons, concepts, or whatever," 
(p. 3). At this point some other important assumptions can 
be made. First, that attitude is related to behavior. Based 
upon one's attitude toward something ". . .an individual is 
predisposed to behave in a particular way" (Scott and Mitchell, 
1976, p. 136). Second, that attitude is tied to one's 
feelings about an object. Third, that attitude is a hypo¬ 
thetical construct. The consequences of an attitude may be 
observed but the attitude itself cannot. 
It is clear, therefore, that a positive or negative 
attitude will affect student achievement. It is also assumed 
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that teacher's attitudes are present and capable of measure¬ 
ment. 
Definition of Terms 
The terms to be used throughout this research are 
defined as follows: 
1. Attitude - The sum total of an individual's 
inclination and feelings, prejudices or bias, 
preconceived notions, ideas, fears, threats, 
and convictions about a topic (Thurstone, 
1928, p. 531). "Attitudes are evaluations. 
They are measured by indicators, overt 
behavior, such as what a person may say or 
do" (Osgood, Suci, and Tennenbaum, 1957). 
2. Achievement - Some thing or action carried 
out to a successful end. 
Limitations 
The limitations of this study are the following: 
1. A teacher may tend to give the "obviously 
correct" response rather than his/her true 
feeling about the statement. There is 
also concern that the subject may for 
personal reasons give answers other than 
true feelings (Hopkins, 1976, p. 149). 
2. The empirical evidence collected is based 
upon a convenient sample of the population. 
II. REVIEW OF THE RELATED LITERATURE 
Attempts to relate teacher characteristics or teaching 
methods to pupil measures have a long history. That most 
of the research has been unproductive attests to the 
complexity of the problem as well as to the lack of sophisti¬ 
cation of the earlier approaches. 
The Measurement of Classroom 
Behavior 
One of the first attempts to develop a behavioral 
measure of the social emotional climate in the classroom was 
made by Withall (1949) . Withall developed a technique for 
recording and classifying the verbal behavior of the teacher 
in the classroom. The procedure was later modified and 
extended by Mitzel and Rabinowitz (1953), who visited class¬ 
rooms in person and categorized teacher statements as they 
were given. The Withall technique employs a time sampling 
of teacher verbal behavior. A classroom observer records a 
verbal statement made by a teacher at the beginning of each 
one minute observational period. The teacher's verbal 
statements are categorized into six categories entitled 
Neutral, Reproving, Learner Supportive, Climate Index, 
Problem Structuring and Directive. The Climate Index 
provides a measure of the extent to which the classroom 
climate is learner-centered as opposed to teacher-centered. 
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A number of studies have been conducted to determine 
the reliability of the Withall technique as a measure of 
classroom behavior. Mitzel and Rabinowitz (1953) , obtained 
reliabilities for the Withall categories as follows: 
Neutral .00, Reproving .00, Learner Supportive .25, Climate 
Index .47, Problem Structuring .50, and Directive .05. These 
reliabilities were computed by means of an analysis of 
variance design based on assumptions which limited the 
generalizability of the findings to the particular sample of 
teachers studied and the particular observers used. A later 
investigation (Medley and Mitzel, 1958), obtained generally 
higher reliabilities for the Withall categories and was based 
on an analysis of variance design that permitted generali¬ 
zation to other teachers, observers, and situations. The 
reliabilities obtained in this later study were: Problem- 
Structuring .79, Directive .51, Reproving .87, and Supportive 
.76. These investigators also obtained reliabilities of .81 
and .79 for two categories of teacher non-verbal expressive 
behaviors entitled hostile and supportive respectively. The 
results of these studies also indicated that high observers 
observing the same behavior (e.g., coefficients of observer 
agreement were frequently in the upper .90s). These results 
suggest that classroom observational procedures employing 
more than one observer in the classroom at the same time 
provides needless redundant information. 
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Travers, et al (1961), employed a modification of the 
Withall technique to measure the classroom behavior of 
elementary school teachers. Teacher verbal statements 
were categorized into one of four categories entitled 
Academic Achievement Emphasis Control, Affiliation and 
Management. The reliabilities of the four categories of 
teacher behavior were estimated by means of analysis of 
variance. The reliabilities obtained were Academic Achieve¬ 
ment Emphasis .50, Control .56, Affiliation .54, and 
Management .47. 
These results indicate that the Withall technique 
provides a moderately reliable measure of the classroom 
behavior of teachers. Reliabilities of the magnitude 
reported are sufficient for research purposes. 
There has been a number of other attempts to develop 
reliable measures of classroom behavior. Cornell, Lindrell, 
and Saupe (1952), developed an observational system for 
measuring a number of dimensions of classroom behavior, 
such as the extent to which provision is made for individual 
differences, social organization, initiative, content, 
variety, competency, and classroom climate. Medley and 
Mitzel (1958b) conducted a reliability study of the Cornell 
dimensions and obtained reliability coefficients somewhat 
lower than those obtained for the Withall technique. The 
reliabilities obtained for the Cornell dimensions ranged 
from .00 to .42. The lower reliability of the Cornell 
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procedure may have resulted from certain defects in the 
items on the observational schedule. A number of the items 
appear to require some subjective judgment on the part of 
the observer rather than the straight forward recording of 
observed behavior. 
Medley and Mitzel (1985b, 1959) developed a measure of 
classroom behavior by combining and improving upon items 
from several earlier classroom observational techniques. 
The device, entitled the Observation Schedule and Record 
(OSCAR), provides measures of teacher behavior, pupil 
behavior, classroom grouping, educational materials employed 
in classroom, subjects taught, and teacher verbal behavior. 
The Prediction of Teacher 
Classroom Behavior 
Ryans (1958, 1960) conducted an extensive series of 
investigations of teacher classroom behavior and attempted 
to develop predictors of teacher behavior. The first 
stage of Ryans' investigations consisted of the development 
of a procedure for obtaining observer's rating of teacher 
and pupil classroom behavior and the factor analysis of 
these measures. The factor analysis of observer ratings of 
teacher and pupil classroom behavior produced five factors 
at the elementary school level and six factors at the 
secondary school level. Ryans derived three primary patterns 
of teacher classroom behavior from these factor analyses 
described as: (1) understanding, friendly, responsive vs. 
aloof, egocentrism; (2) responsible, businesslike, 
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systematic vs. eroding, unplanned slipshod; and (3) stimu¬ 
lating, imaginative, original vs. dull, routine teacher 
behaviors. These dimensions of teacher classroom behavior 
are similar to the dimensions obtained from a factor 
analysis of teacher behavior measures conducted by Waller, 
et al. (1963). 
Later stages of the Ryans' studies attempted to pre¬ 
dict the three criterion patterns of teacher behavior from 
measures of teachers' attitudes, educational viewpoints, 
verbal ability, emotional adjustment, and validity of 
response (e.g., the desire of the teacher to make a good 
impression on the tests). The results indicated that 
teachers who exhibited much sympathetic, understanding, 
classroom behavior expressed more favorable attitudes toward 
pupils and democratic classroom procedures. Sympathetic, 
understanding teacher classroom behavior was slightly 
positively correlated with the expression of more permissive, 
child-centered educational viewpoints; businesslike, 
systematic teacher behavior was positively correlated with 
traditional educational viewpoints and stimulating teacher 
behavior was slightly positively correlated with liberal 
permissive educational viewpoints. Low positive relation¬ 
ships were obtained between scores on a measure of verbal 
understanding and teacher classroom behaviors described 
as sympathetic, understanding, and stimulating. Finally 
low positive correlations were obtained between a measure 
of emotional stability and sympathetic, understanding, and 
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stimulating teacher behaviors. A low negative relationship 
was obtained between emotional stability scores and business¬ 
like and systematic teacher classroom behavior. 
Ryans (1958) attempted to investigate the behavioral 
correlates of teacher effectiveness as determined by princi¬ 
pals' ratings of teacher performance. A group of "superior" 
teachers and a group of "poor" teachers were obtained by 
asking principals to select teachers from their schools who 
fell into these extreme categories. The comparisons of these 
groups on a number of dimensions indicated that "superior" 
teaching was most frequently associated with stimulating 
teacher behavior, businesslike teacher behavior, verbal 
ability, understanding, friendly teacher behavior and favor¬ 
able teacher opinion of pupils. 
Several studies have attempted to predict the classroom 
behavior of elementary school teachers from measures of the 
teacher's needs. Waller et al. (1963), obtained a number of 
criterion measures of teacher classroom behavior including 
observers' ratings, and observers' Q-sorts of teacher 
behavior. The predictor measures in these investigations 
were a paper and pencil projective device designed to assess 
the need imagery projected by a teacher in response to the 
behavior of some hypothetical person, and the Stern and Masling 
Teacher Preference Schedule measure of needs (Stern and Masling, 
1958). The latter device is a straight forward questionnaire 
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consisting of 100 statements to which the respondent indi¬ 
cates the extent of agreement. 
Wodtke, et al. (1963), in an extension of the preceed- 
ing study attempted to predict teacher classroom behavior 
using a measure of the pattern of teacher needs derived from 
the Stern and Masling Teacher Preference Schedule. The study 
attempted to test the hypothesis that teacher classroom 
behavior related to a particular need depends, not only on 
the absolute strength of the need, but also on the relative 
strength of that need with respect to other needs. 
The Effects of Teacher Characteristics 
and Teacher Classroom Behavior on 
Pupil Behavior and Achievement 
One objective of studies of teacher characteristics and 
teacher classroom behavior is to determine the effects of 
such behavior or criteria of pupil behavior and achievement. 
Prior to 1950 there was little agreement as to what consti¬ 
tuted effective teaching. During the past few years there 
has been a growing emphasis on behavioral measures of 
criteria of teacher effectiveness such as measures of change, 
gain or growth in student achievement. 
Mitzel (1960) reviewed studies of the criterion problem 
of teaching effectiveness and categorized the criteria which 
have been used into three main classes: product criteria, 
process criteria, and presage criteria. Product criteria 
may be defined as change in the behavior of pupils. An 
example of a product criterion of teaching effectiveness is 
-17- 
measured pupil achievement gain. The advantages of product 
criteria of teacher effectiveness have been discussed by 
Rabinowitz and Travis (1953), and Remmer (1952, 1953). 
Generally, the advantages of such criterion measures are 
their greater reliability, and their freedom from bias 
commonly associated with such measures as principals' rat¬ 
ings of teacher effectiveness. Process criteria refer to 
disciplinary practices, the ability of the teacher to main¬ 
tain rapport with students, and the degree to which teachers 
individualize instruction. Presage criteria refer to 
criteria based on precedent and "common sense." 
Significant differences among teachers have been found 
for criterion measures of pupil achievement gain (Mitzel and 
Medley, 1957). 
Medley and Mitzel (1959) attempted to relate five 
measures of teacher effectiveness, including a measure of 
pupil achievement gains, to three dimensions of teacher 
classroom behavior. The five criterion measures of teacher 
effectiveness were average, adjusted pupil reading growth, 
pupil growth in group problem-solving skills as measured 
by the Russell Sage Social Relations Test, pupil-teacher 
rapport as measured by a short pupil questionnaire, 
supervisors' ratings, and teachers' self-ratings. The three 
dimensions of classroom behavior entitled Emotional Climate, 
Verbal Emphasis, and Social Organization were derived from 
the OSCAR observational technique. 
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Cogan (1958a, 1958b) conducted an investigation of 
relationships between teacher classroom behavior as per¬ 
ceived by pupils, and pupil required and self-initiated 
work. The sample consisted of thirty-three teachers and 
987 eighth grade pupils. Three dimensions of teacher 
classroom behavior were measured by means of a question¬ 
naire administered to pupils. Inclusive teacher behavior 
consisted of the extent to which the teacher served as a 
cue to approach behavior tendencies on the part of pupils 
such as "liking", or "respect." The inclusive behavior 
dimensions included integrative, affiliative, or nurturant 
teacher behaviors. The preclusive dimension of teacher 
behavior indicated the extent to which the teacher was 
perceived by pupils as a cue for anxiety of avoidance, and 
includes dominating, aggressive, and rejecting teacher 
behaviors. The conjunctive dimension indicated the level 
of the teacher's demands on his pupils, his ability to 
communicate with his pupils, and his competence in class¬ 
room management. 
The Teacher As Key Influence 
for Achievement 
The teacher is without question the key to a successful 
classroom learning experience. Acceptance of this statement 
is no longer confined to the pages of educational literature; 
its full impact is evidenced in the mounting allocation of 
funds for teacher improvement. If there is agreement on the 
paramount importance of the teacher's personality in 
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classroom learning, there is much less agreement on the 
different ways in which the teacher's personality affects 
the learning of different children. Exactly how the dynamics 
of teacher personality operate to effect differential 
performance is one of the prime questions facing the 
instructional theorist. Although unequivocal answers await 
empirical investigation, educators and social scientists have 
produced research at least to formulate tenable hypotheses 
regarding pupil teacher-interaction. One of these hypothe¬ 
ses suggests that the teacher for varied reasons perceives 
competencies and potentialities of children differently and 
that these expectancies are reflected in his interaction with 
children to produce differential performance among learners 
- thus fulfilling his prophecy. "Teacher expectation", 
"self fulfilling prophecy," and "teacher faith" have been 
coined to imply this tendency for the teacher to create a 
reality commensurate with his perceptions. Furthermore, 
the learner while creating his own reality, shadows sub¬ 
stantially the reality forming in the teacher's mind. 
That these basic concepts underlying self-fulfilling 
prophecy are not new is attested to by Thomas' statement 
in 1931. "If men define . . . situations as real, they are 
real in their consequences." 
It seems obvious that for a particular learning 
objective with a particular group of students, some teachers 
will be more successful than others and some instructional 
methods will be more effective than others. Yet until 
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around 1970, not much research was available on the relation¬ 
ship between teacher behavior and student outcomes, and the 
findings that were available were confusing and contradictory. 
For a time, in fact, it was commonly stated that learning 
outcomes depended almost entirely on student factors and 
that differences between teachers or teaching methods were 
trivial. The picture began to change in the late 1960s and 
early 1970s due largely to increased federal funding for 
educational research in general and research on teacher 
behavior and its effects in particular. 
Yee revealed in his studies on teacher behavior that 
there is a relationship between student achievement in 
reading comprehension and their teachers' attitudes toward 
them. It appears to matter how the teacher relates to 
students when their higher thinking powers are being used. 
Students can learn to word call from teaching machines, from 
programmed materials, from their classmates, and from other 
coded methods. But when students are asked to form these 
words into meaningful units and react to them by making 
judgements or inferences, it may be that they need the 
encouragement, the friendliness, the example, the positive 
force of their teacher. 
Yee revealed that attitudes of cooperating teachers 
influence the attitudes of student teachers, that it is 
important for directors and supervisors of student teaching 
to realize that incongruent as well as congruent influence 
may occur in such dyadic relationships. 
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Researchers also introduced various methodological 
improvements : 
1. Concentrating on in-service teachers, who had 
developed some consistency of method and style, 
rather than on pre-service teachers, who were 
still developing their approaches to teaching. 
2. Using objectively measured student learning 
gains as the criterion of effectiveness, not 
subjective ratings by principals or super¬ 
visors. 
3. Measuring student achievement levels at the 
beginning of studies as well as the end, so 
that student entry level could be taken into 
account in evaluating the learning gains that 
teachers produced (previous studies often 
failed to control for this factor, so that the 
effects of differences in teacher behavior 
were confounded with the effects of differences 
in student IQ or social class). 
4. Collecting data over a long enough time span 
to allow the effects of differential teacher 
behavior to show up in measure of student 
achievement (such as a term or an entire 
school year; previous studies were often 
confined to a unit of even a single lesson. 
5. Collecting enough data in each classroom to 
develop a reliable sample of teacher behavior 
(10, 20, or even 40 hours of classroom 
observation, not just one or two brief 
visits). 
6. Concentrating on teaching behavior, 
especially behavior relating to instruction 
in the curriculum, not just on teachers' 
global personal characteristics. 
7. Measuring teacher behavior by coding 
specific actions as they occur and develop¬ 
ing a detailed record of classroom events, 
rather than relying on high-inference ratings 
of general traits. 
8. Taking into account context factors (grade 
level, subject matter, whole class vs. small 
group vs. individualized setting, student 
social status, etc.) by confining studies 
to a single context or by separately coding 
and analyzing data from different contexts. 
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These and other improvements began to produce data 
indicating that some teachers and teaching methods consist¬ 
ently produced better results than others (Rosenshine and 
Furst, 1973; Durkin and Biddle, 1974; Good, Biddle, and 
Brophy, 1975). 
III. METHODOLOGY 
This section presents the subjects, procedures, descrip¬ 
tion of the instruments, the treatment and method of data 
analysis used in the study. 
Hypothesis 
There is a statistically significant relationship 
between specified teacher attitudes as measured by the 
Minnesota Teacher Attitude Inventory and student achievement. 
Subjects 
The subjects were chosen from the faculties of three 
middle schools located in a large metropolitan area. 
School number one has a majority black population of 
whom 88 percent were on the free lunch program giving an 
indication of the socioeconomic status of this school. 
School number two has a majority black population of 
whom 36 percent were on the free lunch program. 
School number three was almost equally divided between 
black and white. Twenty-four percent of its students were 
on the free lunch program. 
The educational level extended from the bachelors degree 
to specialist level (see Table 2). 
Teaching experience ranged from zero to five years to 
thirty-one to thirty-five years (see Table 3). 
The age range extended from twenty-one to thirty years 
to over sixty (see Table 4). 
-23- 
-24- 
There were thirteen male and fifty-one female subjects 
in the study. 
Procedure 
1. Permission to conduct the research was 
obtained from the Division of Research 
and Evaluation of the School District. 
2. Meetings were held with principals to 
explain the project and request their 
cooperation in allowing the examinee to 
administer the inventory. 
3. Letters were sent to principals who were 
asked to cooperate in the study. 
4. The inventories were administered. 
5. The data was collected, analyzed and 
inte rpreted. 
The Instruments 
The major instrument of the project is the Minnesota 
Teacher Attitude Inventory (MTAI) which consists of 150 
statements of attitudes. The test was constructed by Cook, 
Leeds, and Callis (1951) to measure those attitudes of 
teachers which predict how well they will get along with 
pupils in interpersonal relationships. The MTAI is based on 
the premise that attitudes of teachers are important in 
predicting the type of classroom atmosphere they will be 
able to maintain. 
The MTAI has no right or wrong answers. The examinee 
merely agrees or disagrees (to varying degrees) with state¬ 
ments concerning attitudes toward students and toward 
teaching. It usually takes from twenty to thirty minutes to 
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comp le te the test. The resulting scores range from a plus 
150 to a negative 150. The authors have divided the MTAI 
into four norm groups: (1) beginning education juniors, 
(2) graduating education seniors, (3) elementary level 
experienced teachers, and (4) secondary level experienced 
teachers. 
The authors reported concurrent validity coefficients 
of .60; .63; and .46 when correlated with three outside 
rating criteria and reliability coefficients of .49; .45; 
and .43. 
In the selection of the 150 items, six factors were 
considered: (1) the discriminating power of the item, 
(2) the extent to which item responses are influenced by 
professional education courses, (3J1- the extent to which item 
responses are influenced by teaching experience, (4) the 
extent to which the content of the item duplicates that of 
another item, (5) the clearness of the statement, and 
(6) the consistency of the response patterns of the superior 
and inferior teachers. 
It is assumed by the authors that a teacher ranking at 
the high end of the scale should be able to maintain a 
state of harmonious relations with his pupils characterized 
by mutai affection and sympathetic understanding (pupil- 
centered) . The pupils should like the teacher and enjoy 
school work. The teacher should like the children and 
enjoy teaching. Situations requiring disciplinary action 
should rarely occur. The teacher and pupils should work 
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together in a social atmosphere of cooperative endeavor, 
of intense interest in the work of the day, and with a 
feeling of security growing from a permissive atmosphere of 
freedom to think, act, and speak one's mind with mutual 
respect for the feelings, rights, and abilities of others. 
At the other extreme of the scale is the teacher who 
attempts to dominate the classroom (teacher-centered). He 
may be successful and rule with an iron hand, creating an 
atmosphere of tension, fear and submission; or he may be 
unsuccessful and become nervous, fearful and distraught in 
a classroom characterized by frustration, restlessness, 
inattention, lack of respect and numerous disciplinary 
problems. In either case both teacher and pupils dislike 
school work; there is a feeling of mutual distrust and 
hostility. The teacher tends to think in terms of his 
status, the correctness of the position he takes on class¬ 
room matters, and the subject matter to be covered rather 
than in terms of what the pupil needs, feels, knows, and 
can do. 
The second instrument of the project are the California 
Achievement Tests. 
The California Achievement Tests, is a traditional 
series of achievement tests, primarily covering reading, 
mathematics, and language skills from kindergarten through 
grade twelve. 
The California Achievement Tests are described by its 
authors as "a comprehensive information system for 
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educational evaluation." In this context, "comprehensive" 
means pre-reading, reading, spelling, language, mathematics, 
and reference skills. The CAT now consists of separate 
levels for each grade from kindergarten through grade nine, 
with the stated intent "to make functional level testing 
both possible and practical." An optional pretest can be 
used in determining which level is most appropriate for a 
particular child, but it must be used with considerable 
teacher judgment. 
The reading tests are structured to measure the skills 
most likely taught at each grade level. The interpretations 
of the vocabulary test results are enhanced by the use of 
three methods of evaluation: (1) using synonyms, (2) antonyms, 
and (3) words within the context of a sentence. 
Each item in the spelling tests for grades four through 
six presents a sentence with two underlined words and the 
student is to indicate whether either word is misspelled. 
The items in the mathematics tests are described as 
representing a middle ground between the memory and under¬ 
standing. 
Research Design 
To establish the status of the phenomenon under investi¬ 
gation the descriptive survey was used. 
Analysis of Data 
The Pearson Product Moment Correlation Coefficient was 
used to test the hypothesis. Each teacher's attitudinal 
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score was matched with the mean achievement score of his 
or her class. Specifically, teachers' scores on the 
Minnesota Teacher Attitude Inventory were correlated with 
mean achievement scores of student groups on the California 
Achievement Tests. 
In addition, teachâJt-'j vattitudinal scores were analyzed 
to determine if there was any difference on the basis of 
age, sex, level of certification, and years of experience. 
IV. RESULTS OF THE STUDY: PRESENTATION AND 
ANALYSIS OF DATA 
Organization and Treatment of Data 
The question under investigation in this study is 
whether there is a relationship between teacher attitudes 
and the achievement levels of their student groups. 
Teachers recorded their MTAI responses on optical 
scanforms. These forms were processed by a scanning device 
which transferred the responses to magnetic tape. Informa¬ 
tion on this tape was entered into a computer system. 
The MTAI scoring as outlined in the MTAI manual was 
used to obtain all scores related to this instrument. Other 
measures related to this study (achievement level of students 
and demographic data of teachers were entered into the 
computer system via CRT) . 
The data analysis were performed by the use of statisti¬ 
cal procedures outlined in the Statistical Package for the 
Social Sciences (SPSS). The frequencies condescriptive 
breakdown and Pearson Correlation were used. 
There are no "right" or "wrong" answers with the MTAI. 
There are rather, agreement or disagreement with specific 
attitude statements. 
The possible range of scores on the MTAI is from plus 
150 to minus 150. Each response scored "right" has a value 
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of plus one, and each response scored "wrong" has a value 
of minus one. 
The "wrongs" score is subtracted from the "rights" 
score to obtain the attitude score. 
Once the attitudinal score has been obtained, it is 
compared with the experienced teacher norm group (see Table 
11) . 
The subjects of the study included sixty-four teachers 
from three middle schools. The frequency and percentage of 
teachers from each school is shown in Table 1. 
TABLE 1 
FREQUENCY AND PERCENTAGE OF TEACHERS FROM 
EACH SCHOOL 
(N = 64) 
School Frequency Percentage 
1 12 18.8 
2 25 39.1 
3 27 42.2 
The level of certification for these subjects ranged 
from the Bachelor's Degree (T-4) to the Specialist Degree 
(T-6). The frequency and percentage of teachers with each 
degree is shown in Table 2. 
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TABLE 2 
FREQUENCY AND PERCENTAGES OF TEACHERS WITH 
EACH DEGREE 
(N = 64) 
Degree Frequency Percentage 
Bachelors (T-4) 18 28.1 
Masters (T-5) 43 67.3 
Specialist (T-6) 3 4.7 
The level of experience for these subjects ranged from 
0-5 to 31-35 years. Table 3 shows the frequency and 
percentage of teachers by levels of experience. 
The age groups ranged from 21-30 to over 60 years. 
See Table 4 for frequency and percentage of teachers by age 
group. 
There were both male and female teachers in this 
population. Table 5 shows the frequency and percentaae 
of male and female teachers in this group. 
Table 6 gives descriptive statistics for MTAI items 
classified as "Right" and Table 7 gives the descriptive 
statistics for those items classified as "Wrong." Table 8 
gives the descriptive statistics for the "attitude" score. 
"Right" minus "Wrong" answers. 
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TABLE 3 
FREQUENCY AND PERCENTAGE OF TEACHERS 
LEVELS OF EXPERIENCE 
(N = 64) 
Level of Experience Frequency Percentage 
0- 5 Years 3 4.7 
6-10 Years 9 14.1 
11-15 Years 10 15.6 
16-20 Years 14 21.9 
21-25 Years 10 15.6 
26-30 Years 8 12.5 
31-35 Years 10 15.6 
TABLE 4 
FREQUENCY AND PERCENTAGE OF TEACHERS 
BY AGE GROUP 
(N = 64) 
Age Group Frequency Percentage 
21-30 Years Old 1 1.6 
31-39 Years Old 20 31.3 
40-49 Years Old 28 43.8 
50-59 Years Old 14 21.9 
60 or Above 1 1.6 
-33- 
TABLE 5 
FREQUENCY AND PERCENTAGE OF MALE 
AND FEMALE TEACHERS 
(N = 64) 
Sex Frequency Percentage 
Male 13 20.3 
Female 51 79.7 
TABLE 6 
DESCRIPTIVE STATISTICS FOR MTAI ITEMS 
CLASSIFIED AS "RIGHT" 
(N = 64) 
School Mean Standard Deviation Cases 
1 61.58 15.21 12 
2 54.76 15.63 25 
3 56.04 20.53 27 
Total Cases 64 
For Entire 
Population 56.58 17.71 64 
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TABLE 7 
DESCRIPTIVE STATISTICS FOR MTAI ITEMS 
CLASSIFIED AS "WRONG" 
(N = 64) 
School Mean Standard Deviation Cases 
1 72.50 15.47 12 
2 62.44 25.25 25 
3 68.26 19.35 27 
Total 64 
For Entire 
Population 66.78 21.31 64 
TABLE 8 
"RIGHT-WRONG" ANSWERS = ATTITUDE SCORE 
School Mean Standard Deviation Cases 
1 -10.92 29.75 12 
2 -19.68 28.20 25 
3 -12.22 28.86 27 
Total Cases 64 
For Entire 
Population -14.89 28.57 64 
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Table 9 shows the mean scale score and the descriptive 
statistics for same. 
TABLE 9 
MTAI MEAN SCALE SCORE 
School Mean Standard Deviation Cases 
1 9.75 12.20 12 
2 6.92 7.03 25 
3 9.67 8.68 27 
Total Cases: 64 
Total for 
Population 8.61 8.82 64 
This study was set up to test the hypothesis that 
there is a statistically significant relationship between 
specified teacher attitude and student achievement. The 
data to test this hypothesis is presented in Table 10. 
Table 10 is the correlation matrix of relationships 
between attitude, achievement, sex, certification level, 
age and experience. 
The relationship between each of these items in Table 
10 was not significant at either the .01 or .05 level; 
therefore the hypothesis is rejected. 
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TABLE 10 
RELATION BETWEEN ATTITUDE ACHIEVEMENT, SEX, 
CERTIFICATION LEVEL, AGE AND EXPERIENCE 
Pearson Correlation Coefficients 
Years of 









































































































































be less than .05 in order to be significant at the 
P must 
level. 
be less than .01 in order to be significant at the 
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TABLE 11 










Systems with fewer 
than 21 teachers 
Systems with 21' 

















99 112 110 107 108 114 103 112 98 98 99 
95 91 88 98 98 103 87 100 81 84 95 
90 76 76 90 87 100 81 90 67 74 90 
80 62 64 72 74 88 67 75 47 64 80 
75 57 56 67 69 82 57 69 40 56 75 
70 51 54 62 63 79 50 63 34 49 70 
60 42 44 51 52 70 34 53 21 41 60 
50 32 34 41 43 60 23 45 10 33 50 
40 23 19 29 33 49 13 35 2 29 40 
30 11 7 17 22 42 1 24 -12 8 30 
25 7 -3 12 16 36 -5 16 -20 -4 25 
20 -2 -7 4 7 22 -12 9 -29 -8 20 
10 -23 -21 -26 -9 7 -29 -12 -48 -20 10 
5 -38 -35 -30 -27 -18 -43 -26 -64 -34 5 
1 -64 -67 -39 -48 -50 -58 -65 -85 -50 1 
N 332 118 102 249 247 264 218 98 70 N 
Mean 29.7 29.2 37.0 40.1 55.1 24.7 40.8 9.7 28.9 Mean 










Table 11 gives the percentile rank equivalents for 
raw scores on the MTAI for experienced teachers. Percentiles 
for elementary teachers for systems with twenty-one or more 
teachers were utilized. 
Summary 
The preceeding section presented the results of the 
study. The hypothesis that stated there is a statistically 
significant relationship between specified teacher attitudes 
and student achievement was not supported. 
In addition, when teachers attitudinal scores were 
analyzed to determine if there was any difference on the 
basis of age, sex, level of certification, and years of 
experience, no significant statistical correlation was shown 
(see Table 10) . 
V. SUMMARY AND CONCLUSIONS 
The major purpose of this study was to assess the 
attitudes of certain selected middle school teachers and 
investigate the relationship between their attitudes and the 
achievement levels of their students. 
This chapter summarizes the results of the statistical 
study. It reviews conclusions relative to the findings. 
These conclusions serve as the basis for the implications 
and recommendations that conclude this chapter. 
Statement of the Problem 
Underlying the formulation of the problem was one 
question: Do teacher attitudes influence student achieve¬ 
ment? 
This study was designed to answer this question and 
to determine whether students score higher in achievement 
with teachers who have high attitudinal scores. 
Population and Sample 
The subjects in this study included a convenient sample 
of middle school teachers from three middle schools in a 
large metropolitan area and their students. 
Procedures and Treatment of Data 
The teachers who participated in this study were given 
the Minnesota Teacher Attitude Inventory. 
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These teachers' pupils had been previously administered 
the California Achievement Tests, Form C (CAT/C) and Form D 
(CAT/D). 
Each teachers attitudinal score was correlated with the 
mean achievement score of their student group. 
Review of the Findings 
The hypothesis stated that there is a significant 
relationship between specified teacher attitudes and student 
achievement. Results of the analysis shown in table 10 does 
not support this hypothesis. 
The data were further analyzed to see if there was any 
difference on the basis of age, sex, years of experience, 
and certification level. 
■Result of the analysis also shown in table 10 shows no 
significant-statistical correlation for those variables. 
Conclusion 
The results of this study did not confirm previous 
findings that there was a relationship between the attitudes 
of teachers and the academic achievement of their students 
(Aspy and Hadlock, 1967; Hefele, 1969; Rist, 1971; Firestone 
and Brody, 1975; Aspy and Roebuck, 1977; Smith, 1980). 
The following conclusions were drawn from the study and 
provided the basis for .iJia recommendations : 
1. Perhaps other factors such as: stress, 
burnout, and low achievement level of 
students caused teachers to have low 
attitudinal scores. 
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2. Attitudinal scores seem low as measured by 
MTAI and for the system in general as 
evidenced by the schools involved in this 
study and in an earlier dissertation involv¬ 
ing schools within the same area (Wyatt, 
1986). 
3. The data of this study indicated that teacher 
attitudes as measured by the Minnesota Teacher 
Attitude Inventory did not have a major 
influence upon student achievement. 
4. This study indicated that older teachers had 
more positive attitudes than their younger 
counterparts. 
Implications 
The results of this study seem to imply the following 
1. Low achievement levels of students could 
cause low attitudinal scores of teachers. 
2. Low attitudinal scores of teachers could 
cause low student achievement levels. 
Recommendations 
Based on the results and conclusions reported in this 
study, the following recommendations are offered: 
1. Additional research should be conducted 
utilizing a larger sample to further 
validate the conclusion that other 
factors might be responsible for teachers' 
low attitudinal scores. 
2. A similar research study is needed on pupils 
to find the causes of underachievement. This 
study could use time on task, school climate, 
and interpersonal relationships among staff 
and pupils. 
3. A Teacher Effectiveness - Training program 
is needed to aid teachers in improving 
their interpersonal skills as they relate 
to students. 
4. A similar program for students as stated 
in recommendation three above is needed 
to help students improve their achievement 
levels. 
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